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ABSTRACT

Author: Preston, Kailey, S. MA
Institution: Purdue University
Degree Received: May 2018
Title: A Snapshot of Vocabulary Recycling: How German Language Textbooks Treat Vocabulary
Major Professor: Colleen Neary-Sundquist
This study is an investigation into vocabulary recycling in beginning-level German
language textbooks. Vocabulary recycling, or the reuse of previously introduced vocabulary
words, is important in foreign language education because several “meetings” with a word (up to
sixteen), both within a few days and across a longer period of time, are required for successful
acquisition of a word (Pimsleur, 1967; Saragi, Nation & Meister, 1978; Nation, 2001). Attention
to vocabulary recycling in the sphere of foreign language education is fairly new. However,
investigations in Spanish and EFL contexts found that vocabulary recycling is largely insufficient
and that instructors are aware of this pedagogical issue (Jiménez, 2009; Jiménez, 2014). These
results have not been confirmed in other languages, such as German. Thus, the purpose of this
study is to qualitatively and quantitatively examine vocabulary recycling in beginning-level
German language textbooks. Results suggest that textbooks sufficiently recycle about half of the
presented vocabulary (sufficiently here meaning sixteen or more meetings).
The results of this study have pedagogical implications in that, when textbooks do not
provide enough meetings with a vocabulary word, the responsibility falls on the instructor to
provide those meetings. This lack of sufficient vocabulary recycling is only magnified if teachers
do not finish the entire textbook (i.e. only teaching ten chapters out of twelve), or if teachers do
not use all of the provided activities in the textbook. The responsibility then falls on the instructor
to intentionally create materials that recycle the vocabulary in a sufficient manner. Thus, both
textbook presentation and teacher-designed vocabulary review activities are paramount in a
successful foreign language curriculum.
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CHAPTER 1. INTRODUCTION

In most foreign language classrooms, textbooks provide the foundation and framework for
the curricula. Textbooks offer thematic content and serve as a rich source of input for students.
Unfortunately, in some classrooms, the textbook is the only source of input students are receiving.
Even in a well-supplemented and effective classroom, textbooks still retain a central role in
establishing the thematic content of a course and the type of language to which students are
exposed. Thus, textbooks are on the front lines of pedagogical research. German language
textbooks have already been evaluated in terms of vocabulary frequency (Lipinski, 2014),
authenticity (Timmis, 2003; Römer, 2004), and vocabulary knowledge (Neary-Sundquist, 2015),
among other aspects. These studies highlight some serious shortcomings in language textbooks. In
recent years, scholars in the field of foreign language textbooks have turned their attention to
vocabulary recycling. Vocabulary recycling, or the reuse of previously introduced target
vocabulary items, is important in foreign language education because several meetings with a word
are required for the successful acquisition of a word. This phenomenon has been the focus of recent
research on both Spanish and English as a Foreign Language textbooks. Studies in these languages
found that vocabulary recycling, both in reality and in teachers’ perceptions, is largely insufficient
(Jiménez, 2009; Jiménez, 2014). Qualitative or quantitative evidence regarding vocabulary
recycling has not been identified in German language textbooks thus far for any level. Therefore,
this thesis pursues a deeper understanding of vocabulary recycling in German textbooks by
collecting both quantitative and qualitative evidence. The ultimate goal is to investigate a potential
pedagogical shortcoming so that instructors can proactively supplement and strengthen their
existing curricula to best support students in their venture to become effective communicators in
German.
To begin, Chapter 2 focuses on a survey of relevant literature on vocabulary instruction in
foreign language classrooms. The discussion is two-fold. First, research in the field of vocabulary
knowledge instruction will be explored, namely in light of seminal research done by Nation and
colleagues. Secondly, research regarding textbook presentation of vocabulary will be discussed,
with particular focus on beginning-level German language textbooks, in order to understand the
current state of textbooks on the market. Chapter 2 concludes with a discussion of the small body
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of emerging literature regarding vocabulary recycling how the current study is motivated by the
previous research.
In Chapter 3, the methods of analysis are presented. This study utilized two different
methods to illustrate a broad picture of vocabulary recycling in beginning-level German language
textbooks. First, a concordance analysis of three beginning-level textbooks was performed to
determine the rate of vocabulary recycling. The procedure of the concordance analysis will be
discussed in detail, namely in terms of how the textbooks and vocabulary were selected. Secondly,
a survey of current German instructors was completed to determine the coverage and use of
textbooks. This offers more realistic information rather than just assuming instructors cover and
use the entire textbook. Combined, the concordance analysis and instructor survey paint an
interesting picture of the amount of vocabulary input beginning-level German students are
receiving.
The results of both the textbook analysis and German instructor survey are presented in
Chapter 4. The textbook analysis offered evidence for a rather hit-or-miss rate and pattern of
recycling, one that is not systemic in a perceivable way. In addition, vocabulary recycling is
examined in light of word frequency and its correlation with the number of word meetings. There
is some evidence to suggest that word frequency is correlated with how often target vocabulary
items are recycled, but the results suggest that this is largely dependent on the individual textbook.
Lastly, the results of the instructor survey indicated that instructors are, on average, not covering
the entire textbook nor are utilizing all of the activities in a given chapter. Rather, instructors are
covering about two-thirds of the textbook itself, while utilizing an even lower portion of the
textbook activities.
In Chapter 5, the presented results are then discussed in light of the current research
questions and hypotheses. The results from each method are first discussed individually and then
summarized to complete the picture of vocabulary recycling in beginning-level German language
textbooks. Although some of the hypotheses were not confirmed in this study, the combined results
offer strong evidence for and thus highlight another potential shortcoming that should be addressed
by instructors and textbook developers. A discussion of the ideal textbook presentation versus the
actual will close out this chapter.
Finally, the concluding remarks of this study will be discussed in Chapter 6. First, the
pedagogical implications of this study’s results will be discussed. Recommendations for
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instructors will be given so instructors may proactively address this shortcoming immediately. The
limitations of the study will be addressed, followed by a discussion of the direction of potential
future research. Overall, the results of this study highlight an interesting phenomenon, which will
be discussed in the following pages.
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CHAPTER 2. REVIEW OF THE LITERATURE

It is without question that vocabulary knowledge is fundamental to the successful
acquisition of a foreign language. The semantic information carried by lexical items drives
communication. Wilkins (1972) said it best when he wrote, “…while without grammar very little
can be conveyed, without vocabulary nothing can be conveyed” (pp. 111-112). Vocabulary words
are truly the building blocks of language. Without the semantic content provided by vocabulary,
language is a meaningless framework of grammar. Schmitt (2010) also highlighted the importance
of vocabulary with the observation that “learners carry around dictionaries and not grammar
books” (p. 4). Vocabulary instruction, as a result, is situated at the forefront of continuous research
in foreign language pedagogy.
The following literature review will explore current and past trends regarding vocabulary
instruction in foreign language education. A discussion of the seminal work by Nation in
vocabulary knowledge and instruction will be discussed first, followed by a discussion of textbook
treatment of vocabulary in light of four studies on frequency, authenticity, and presentation. The
discussion of textbook presentation of vocabulary will continue with an overview of the emerging
literature on vocabulary recycling. Finally, the research questions and hypotheses surfacing from
the previous literature will be discussed.

2.1 Knowing & Teaching Vocabulary
2.1.1 Knowing a Word
One major question in a discussion of vocabulary is simply, “How many words do people
know?” This answer varies dramatically between native speaker and second language learner. The
general consensus in the field is that native speakers of English know approximately 20,000 word
families, not including proper nouns (Nation, 2001). A word family is defined here by Nation as
consisting of a headword, its inflections, and its closely-related derivations. When considering
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second language learners, this size of a vocabulary is not necessary for sufficient communication.
Nation writes:
When we look at texts our learners may have to read and conversations that are like ones
that they may be involved in, we find that a relatively small amount of well-chosen
vocabulary can allow learners to do a lot. (pg. 9).
Carroll, Davies, & Richman (1971) found that 89.4% of the words in the text are covered
by just 5,000 words. This is one-quarter of the average size of a native speaker’s vocabulary but
covers a significant amount of text. For a second language learner, knowing 5,000 words leads to
a significant amount of text comprehension. Thus, it is not necessary for a second language learner
to have as large of a vocabulary as a native speaker to have relative success in the language. The
actual vocabulary size of second language learners cannot be generalized or averaged, as learners
exists along a spectrum of proficiency, and thus, vocabulary size.
It is a common misconception to think that vocabulary items exist in isolation as individual
units in the memory of a second language learner. In reality, this is the opposite. Learning and
knowing vocabulary in another language means that learners are building a complex network of
semantic associations, creating word families using information about word parts and the context
in which a word appears (Edwards, Font, Baumann, & Boland, 2004). This existing knowledge,
known as generative word knowledge, can apply to the learning of new words as well. Nagy &
Gentner (1990) argue that this generative word knowledge helps learners sort through the input
and make qualified guesses about the meanings of new words.
In addition to this generative word knowledge, truly knowing a vocabulary word involves
more than simply knowing that word’s translation in a learner’s first language. According to
Nation (2001), complete knowledge of a vocabulary item is far more comprehensive and involves
nine aspects of knowledge. The nine aspects of knowledge coalesce into a holistic understanding
of the word, which allows for accurate comprehension and production in communication. The nine
aspects are then divided into three overarching categories: form, meaning, and use. First, form
indicates the physical aspects of a word. Form knowledge is further broken down into spoken form,
written form, and word parts. The spoken form of a word is the perception and pronunciation of
the word. The written form, on the other hand, is the orthographical representation of the word, or
how it is spelled. Word parts involve the affixes or stems, such as the progressive -ing in English
morphology.
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Secondly, meaning indicates the semantic content of a word. Meaning is further broken
down into form and meaning, concept and referents, and associations. Form and meaning connects
the physical aspects of a word with its semantic content. Concept and referents tie in similar
semantic information, this time distinguishing between words with similar forms but different
meanings (i.e. homonyms, homographs, and homophones). Knowledge of associations indicates a
knowledge of which words “go together,” or which words are related semantically. Associative
knowledge is especially relevant to textbook vocabulary presentation in that textbooks often group
target vocabulary in thematic sets, such as travel vocabulary, furniture vocabulary, etc. as part of
a larger chapter theme.
Thirdly, use involves knowing how the word functions in the language and how speakers
of the language utilize that word in communication. Use is further broken down into grammatical
functions, collocations, and constraints on use. Grammatical functions indicate, essentially, what
part-of-speech the word is and what function it serves in an utterance, such as whether it is the
actor, the action, or the recipient of the action. Collocations involve words that frequently occur
together. For example, the phrase go home includes two words that can be considered collocates
of each other as they frequently appear together. Constraints on use include various aspects of
word use such as register, frequency, restrictedness, etc. Essentially, this type of word knowledge
involves knowing when it is appropriate or inappropriate to use the target vocabulary word based
on the given communicative situation at hand.
Finally, each of the nine aspects of word knowledge are further broken down to include
receptive and productive skills. Please see Table 1 at the end of this section for Nation’s
organization of word knowledge according to these skills. In the end, learners of a language must
acquire eighteen different skills across nine aspects of word knowledge to be able to accurately
and comprehensively comprehend and produce a given word. In terms of the amount of attention
needed for each aspect of knowledge, some aspects need more than others, whereas some aspects
can develop without explicit attention based on experience. Ellis (1994, 1995; cited in Nation,
2001) argues for less attention to form aspects of knowledge in favor of more attention to
meaning aspects. He also argues that experience can guide the incidental development of
knowledge aspects that are not explicitly addressed. However, with beginning learners, the
presence of experience is simply not there, so it is important that all aspects of vocabulary
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knowledge are addressed, at least early on in the acquisition process (a focus that may not be
necessary as learner proficiency increases).
Table 1. What is involved in knowing a word (Nation, 2001).
Form

spoken

R What does the word sound like?
P

written

R What does the wood look like?
P

word parts

grammatical functions

What other words could we use instead of this on?

R In what patterns does the word occur?
P

collocations

What items can the concept refer to?

R What other words does this make us think of?
P

Use

What word form can be used to express this meaning?

R What is included in the concept?
P

associations

What word parts are needed to express the meaning?

R What meaning does this word form signal?
P

concept and referents

How is the word written and spelled?

R What parts are recognizable in this word?
P

Meaning form and meaning

How is the word pronounced?

In what patterns must we use this word?

R What words or types of words occur with this one?
P

What words or types of words must we use with this
one?

constraints on use

R Where, when, and how often would we expect to meet
this word?
P

Where, when, and how often can we use this word?
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2.1.2 Teaching Vocabulary
The task of teaching vocabulary to foreign language learners is no small task. As discussed
above, vocabulary knowledge involves knowing more than just a direct translation. Thus, teaching
vocabulary involves more than handing students a list of target items and their translations.
Students need the opportunity to actively interact with the target items for successful acquisition.
Stirling (2003) observed that learners remembered target items better when they actively used
them rather than just seeing them. This is perhaps because learners engage with the word and
access the linguistic knowledge of the word in completing an active task, therefore solidifying
various productive aspects of word knowledge instead of relying only on receptive skills.
Perhaps most essential to vocabulary acquisition and therefore instruction is repetition.
Learners need repeated exposures to a word before they can accurately recognize and produce it.
Swanborn & de Glopper (1999) found that the probability of a learner accurately learning a word
after seeing it once is only about 15%. Even further, Nation (2001) argued that repetition is
“essential for vocabulary learning because there is so much to know about each word that one
meeting with it is not sufficient to gain this information, and because vocabulary items must not
only be known, they must be known well so that they can be fluently accessed.” The number of
repetitions required to successfully acquire a new word has been debated. Early research argued
that seven or more repetitions were necessary for successful acquisition (Kachroo, 1962). Later,
the number was increased to sixteen or more repetitions for successful recognition and production
across all nine aspects of vocabulary knowledge (Saragi, Nation, & Meister, 1978; Nation, 2001).
Of course, not every target vocabulary item will need sixteen meetings. Some words, like cognates
or words that are similar to previously learned words, have lighter learning burdens, or are less
effortful to acquire, than others. These words may not need sixteen meetings, but other words may
need more than sixteen. In addition, as learners progress and gain experience in the language, the
learning burden decreases as they are able to recognize patterns, word parts, etc. However,
beginning learners need a sufficient number of word meetings as they do not have a large amount
of experience at that stage. As argued by Nation and colleagues, learners need to encounter a target
item, on average, sixteen times before they can accurately recognize and produce in real-time
language use. Since the primary goal of second language acquisition is communication, it is
important that learners can both recognize and produce vocabulary words. Thus, sixteen or more
word meetings is ideal for optimum acquisition.
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In addition to simply having enough meetings with the word, the timing in which
vocabulary words are encountered is important. Pimsleur (1967) argued that the amount of time
between repetitions should ideally increase over time. This is supported by Nation (2001), who
wrote:
Most forgetting takes place immediately after the first encounter with new information.
That is, the older the piece of knowledge, the more slowly it will be forgotten. This suggests
that the first several encounters should be close together, with later encounters spaced
farther apart. (p. 24)
Both Pimsleur’s and Nation’s proposed patterns of vocabulary review seem to work to
counteract the famous Ebbinghaus Forgetting Curve, which theorizes that information is forgotten
quickly in the first hours and days after learning before leveling out slowly after a few days. The
rate of forgetting and, thus, the shape of the curve, is largely dependent on individual differences
in memory and environmental factors like stress and the amount of sleep one gets, but largely the
curve appears as the shape indicated in Figure 1 (Murre & Dros, 2015).

Figure 1. Ebbinghaus Forgetting Curve (Swiss VBS).
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If information is quickly lost in the first hours and days after learning but stabilizes over
time, it follows that vocabulary should be presented and reviewed more frequently at first,
then more infrequently as time passes, both in terms of a single class session and over the course
of a semester. For example, based on the Ebbinghaus Curve, vocabulary presented at Minute 10
of a class session should ideally be reviewed (in other words, recycled) before Minute 30, since
only 58% of information is retained after 20 minutes. If a vocabulary items is presented at Minute
10 and not reviewed until the next day, only 33% of that information is retained. The conscious
repetition of vocabulary items can shift the curve upward, meaning more information is retained
and a lower percentage is lost as time goes one (Westen, 1999). Scholars in the field of second
language acquisition and foreign language pedagogy have utilized the Ebbinghaus Curve to
promote increased retention in learner vocabulary. Pimsleur (1967) created an entire vocabulary
program based on the rate of forgetting posited by the Ebbinghaus Curve. This program, gradualinterval recall, is presented and repeated at gradually increasing intervals to counteract the
potential rate of forgetting. Settles & Meeder (2016) created a similar model based on the
Ebbinghaus Curve called half-life regression, which promotes the same increasing intervals of
foreign language vocabulary presentation, repetition, and testing.
In light of textbook presentation and therefore the current study, the Ebbinghaus Curve is
important because it offers a framework for an effective pattern of recycling. Words should be
used in activities immediately after presentation to prevent loss of information. This also aligns
with the above observation about timing in classrooms. Therefore, the ideal pattern of recycling is
many meetings as close to presentation as possible (instead of meetings towards the end of the
chapter), followed by intermittent meetings throughout the rest of the textbook (aligning with
Pimsleur’s and Nation’s recommendations described above).
2.2 Textbook Presentation of Vocabulary
There is no question that vocabulary instruction forms a central component of foreign
language education. Thus, one of the goals of foreign language textbooks is undoubtedly to present
vocabulary in an effective manner. Attention must be given to if and how this goal is met.
Naturally, a large amount of discussion regarding textbook presentation of vocabulary has already
taken place. Several studies have investigated textbook presentation of vocabulary from a variety
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of angles and in a variety of languages. The following sections will discuss textbook vocabulary
terms of recent research on vocabulary frequency, authenticity, and depth.
2.2.1 Textbook Vocabulary & Frequency
Several scholars in the field of foreign language pedagogy have investigated word
frequency and its representation in textbook presentation of vocabulary. Frequency is important
because the knowledge of high-frequency words influences a learner’s ability to comprehend
written and spoken language. Nation & Meara (2002) argue that only a small number of highfrequency words are needed to account for a large proportion of the words in a text. Specifically,
4,000-5,000 of the highest-frequency English words cover up to 95% of a written text. Even
further, the 1,000 highest-frequency words in English make up to 85% of the words in a spoken
text. Thus, argues Nation & Meara, not all words are created equal; high-frequency words should
be learned early in the language learning process. Jones (2004) completed a similar analysis of text
coverage in German and found that 80% of words in a text can be covered by the 3,000 most
frequent German words. 73% of texts are covered by the 1,000 most frequent German words. The
results of the Jones study echo that of Nation & Meara in that learners need to know a relatively
small amount of words to have sufficient comprehension of a text. They certainly do not need to
have as large of vocabulary as native speakers do in order to understand a wide variety of written
and spoken communication. These results illuminate the importance of including high-frequency
words in textbooks.
The language utilized in textbooks has been found in recent studies to be rather uncommon
in terms of the frequency of the target words. One such study evaluated the “appropriateness” of
the language used in a widely-used EFL textbook used to teach “General English” (McGarrell &
Nguien, 2017). The term “appropriateness” was used by the authors to describe the usefulness of
the lexical bundles presented the textbook. The results showed that the lexical bundles were largely
infrequent and had a rather restricted range of use, which the authors describe as inappropriate to
teach basic, general English.
In German textbooks, therefore of particular interest to the current study, one investigation
viewed textbook vocabulary in light of target item frequency in beginning-level German textbooks.
(Lipinski, 2010). This study examined three popular beginning-level textbooks using frequency
data from Jones and Tschirner’s (2006) frequency dictionary of German. She agrees with the
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argument of Nation & Meara in that high-frequency words should be taught early on. In her
analysis, she found that, on average, they presented around 600 of the 1,000 most-frequent words
in the German language (64% and 61% of two of the books), and only about half of the words
presented across all three textbooks are of the 2,000 most frequent words. Lipinski points out the
issue with this: “In a course sequence of 1-2 years none of the students using any of the three books
are introduced to the most-frequent 1,000 words of German, despite being exposed to up to 2166
words.” She also found that a large portion of target items across all three textbooks were highly
infrequent (a frequency rank of less than 4,000). Even further, as the books progressed, the amount
of low-frequency words increased dramatically and exceeded the amount of high-frequency
vocabulary by three times. The breakdown of frequency across three textbooks is found in Figure
2. “G1” indicates the 1,000 most frequent German words, “G2” indicates frequency ranks of 1,0012,000, “G3” indicates frequency ranks of 2,001-3,000, “G4” indicates frequency ranks of 3,0014,000, and “>4,000” indicates frequency ranks of above 4,000.

Figure 2. Distribution of frequency in beginning-level German textbooks (Lipinski, 2010).
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As Lipinski pointed out, students who have used one of these three textbooks are exposed
to highly infrequent words at the expense of more frequent words. In addition, as noted by Nation
(2001), the 1,000 most frequent words in a language account for about eighty percent of a text. If
students have not been exposed to those words through the textbook or otherwise, their reading
comprehension will be impeded. Even further, if textbooks are overwhelmingly communicationoriented, textbooks should theoretically make a special effort to focus on those words that students
are more likely to encounter in a real-world communicative situation, especially for beginning
learners just grasping communicative competence. In light of this, Lipinski does note that highfrequency words were “fortunately” taught in the early chapters of all three textbooks, so students
were exposed early on to the high-frequency words of the textbook. The results of this study inspire
one research question of the current study, that is, is there a correlation between word frequency
and the extent to which that word is recycled? If high frequency words are by definition more
prevalent in the language itself, perhaps they will be more prevalent in language textbooks.
2.2.2 Textbook Vocabulary and Authenticity
Since the goal of foreign language education instructors and textbooks is to help students
become communicative in the second language, the issue of authentic language is an important
one. Römer (2004) notes the paradox:
Should English produced in natural communicative situations form the basis of our
teaching or should we use invented texts and examples specifically created for the purpose
of teaching in our course materials? (pg. 153).
Essentially, should educators include messy, complicated language in learning materials
and classrooms, or should they distill the language down to its less-messy, less-complicated
counterpart so that it is more digestible for students? Most scholars argue for the former: preparing
students for real-world communication is the foremost goal, therefore the language should be
authentic. The question of authenticity in foreign language textbooks has long been debated in the
field of foreign language pedagogy. Many instructors and researchers alike know that textbook
language is not always representative of real-world language. Several studies in French language
textbooks have argued that the lack of real-world language use in textbooks presents a huge
hindrance for second language learners (Anderson, 2007; Fonseca-Greber & Waugh, 2003; Durán
& McCool, 2003). Regarding an analysis of several EFL textbooks, Römer (2006) observed
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“considerable mismatches between naturally-occuring English and the English that is put forward
as a model in pedagogical descriptions (pp. 125-126). When the language taught in classrooms is
inauthentic, students are then ill-prepared to use that language effectively in real-world
communication outside of the communication. The task of quantitatively analyzing authenticity
has been the focus of several recent studies in textbooks of different languages.
One such study utilized a corpus analysis to compare textbook language and authentic
language. Römer (2004) created a textbook corpus of twelve volumes of introductory EFL
textbooks used in EFL classrooms in Germany. She compared the language found in this corpus
with the spoken version of the British National Corpus, which represented the authentic language.
She found that the language in the textbook corpus did not mirror the authentic language
represented in the British National Corpus. She notes the results in a positive light, stating that
research on the language in textbooks may be used to improve teaching materials, namely when
native speaker data obtained from a corpus is used as a baseline. Timmis (2013) also offered
several suggestions for incorporating “corpus-informed” language into pedagogical materials like
textbooks. Small changes like modifying turn-taking behavior, reducing lexical density, and
increasing transactional language can promote a more realistic depiction of language. This
authentic language, in turn, better prepares learners to utilize the language outside of the classroom
with ease and accuracy.
2.2.3 Textbook Vocabulary and Word Knowledge
Vocabulary presentation is more than simply listing a target item and its L1 translation. As
discussed in the first section of this chapter, true vocabulary knowledge is comprehensive and
includes several aspects of word knowledge, such as collocations, constraints, and associations
among others. Since students must develop this broad knowledge as they are learning a second
language, it is important for textbooks to address these nine aspects of vocabulary knowledge. A
number of studies have examined this relationship to determine whether or not textbooks were
addressed all nine aspects of vocabulary knowledge in their presentation of target vocabulary
items.
One such study investigating aspects of word knowledge in textbook presentation analyzed
nine English as a foreign language (EFL) textbooks from beginning, low intermediate, and
intermediate levels (Brown, 2011). He analyzed the vocabulary activities found in the textbooks
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and coded them as addressing one of Nation’s (2011) word knowledge aspects. The analysis
indicated a focus on form and meaning aspects, specifically to grammatical function (what
function a word serves in a sentence) and spoken form (what a word sounds like). Other word
knowledge was largely ignored. Interestingly, he found that there were more form and meaningoriented activities as textbook level increased, so intermediate level textbooks focused more
heavily on these singular aspects of knowledge. He argues that the opposite should be true, that a
focus on the other aspects of should be the forefront of activities in higher-level textbooks to
promote a more comprehensive understanding of vocabulary words, especially as communication
demands increase.
Another study utilized the same methodology as Brown in a different language. NearySundquist (2015a), turning towards German language textbooks, utilized the same analysis to
investigate five beginning-level textbooks. She found similar results to Brown in that the analyzed
textbooks focused heavily on the “meaning” of knowledge in their presentation of target
vocabulary. She also found a focus on the use aspects of knowledge, or how a word functions in
the language. This orientation and concentration on only some aspects means that students are not
given the opportunity to develop the other aspects of word knowledge, leading to an incomplete
understanding of the target word. While form-meaning connections and grammatical knowledge
are absolutely essential, as learners progress, it becomes more and more crucial to understand and
know all of what a word entails as communication demands increase. A sentiment that has been
echoed throughout this chapter and again by Neary-Sundquist, it is important that instructors
understand this shortcoming and include activities that help learners develop all aspects of word
knowledge despite the lack of inclusion in language textbooks.
2.3 Vocabulary Recycling
Since vocabulary frequency, depth, authenticity, and breadth are widely-researched,
scholars in the field have turned their attention to the issue of vocabulary recycling. Vocabulary
recycling is the reuse of previously introduced target vocabulary items at different intervals
throughout both an individual class session and a course. Figure 3 is an example of how target
vocabulary items can be introduced in textbook presentation (cite). In this figure, which is
presenting all nouns, students are given the substantive form of the target item, the gender (der,
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die, or das), and a visual clue for the meaning of the word. For example, das Bett (noun, the bed)
is superimposed over a drawing of a bed.
Figure 4 is an example of a textbook activity that recycles previously introduced
vocabulary. In particular, this figure recycles vocabulary from the above figure. In this activity,
students are asked to describe their room using the furniture vocabulary presented above
(translation: Writing Prompt: My Room. Describe your room. What do you have?) Students are
given a list of target items to use in the activity, plus a few non-target items like die Kaffeemaschine
(noun, coffeemaker) and der Mikrowellenherd (noun, microwave oven). Since students are using
the words after the initial presentation, this activity is considered to be one that recycles
vocabulary.

Figure 3. Example Vocabulary Presentation (Lovik, Guy, & Chavez, 2014).

Figure 4. Example Recycling Activity (Lovik, Guy, & Chavez, 2014).
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Vocabulary recycling is not limited to one aspect of a course; foreign language teachers
can reuse vocabulary on future tests or in review activities later in the course, and textbooks can
reuse vocabulary from early chapters in subsequent ones. Vocabulary recycling in
textbooks is hugely important because, as mentioned previously, a) textbooks form a large aspect
of foreign language curricula, and b) several meetings with a word are required for successful
“uptake,” or acquisition. If a textbook presents a word only once or twice in its relevant chapter
and neglects to present it later in the textbook, the risk of not acquiring that word increases. Thus,
the main goal of the current study is to investigate vocabulary recycling in German language
textbooks to see if, in fact, textbooks are sufficiently setting students up for success.
Attention to vocabulary recycling in foreign language textbooks is relatively new. It seems
as though the issue of vocabulary recycling is implicitly known by language educators despite a
lack of qualitative and quantitative evidence, as several journals in the field of language pedagogy
have published articles with different methods to recycle vocabulary. Different methods to combat
this issue include narrow reading (Krashen, 2004), computer-assisted language learning (Johnson
& Heffernan, 2006; Miles & Kwon, 2008), vocabulary notebooks (Schmitt & Schmitt, 1995;
Bozkurt, 2007), among others.
That being said, however, there have been a few studies investigating English as a Foreign
Language (EFL) and Spanish textbooks. A recent study on Spanish textbooks found that
vocabulary items are recycled in 33.31% of teaching units and that degree of recycling was
positively correlated with the proficiency level of the textbooks. That is, higher-level textbooks
were more likely to recycle words already taught (19.24% in beginning, 25% in intermediate,
55.7% in advanced) (Jiménez, 2014). The methodology of collecting these numbers was, however,
not discussed, so more investigation is needed into whether or not this increase in recycling is due
to actual recycling or due to the fact that more advanced textbooks could simply be using them
more due to the use of the target language. Another study, this time on EFL textbooks, took a
qualitative approach to EFL teachers’ perceptions vocabulary recycling. Interviewed teachers
reported that their textbooks frequently recycled new vocabulary, but that “enough recycling” only
happened occasionally. The teachers’ reports also appeared to show a negative to correlation with
textbook proficiency level in that the beginning textbooks contained more “enough recycling” than
both the intermediate and advanced levels (Jiménez, 2009). From both a quantitative aspect and a
qualitative aspect, vocabulary recycling is clearly an area that warrants future research. Even
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further, there appears to be a gap in the literature regarding vocabulary recycling in German
language textbooks. No previous literature has addressed this phenomenon in the German
language. Because the gap is so wide as it exists now, it is practical to start from the ground up
and investigate beginning-level textbooks before comparing across proficiency levels.
2.4 Research Questions and Hypotheses
The current study was designed to address both the gap in the literature and several
subsequent questions, namely the rate and pattern of recycling of target vocabulary items. The
method of analysis, described in the next chapter, is designed in such a way to contribute both
qualitative and quantitative data to the discussion of textbooks and vocabulary recycling. The
current study is focused on beginning-level German language textbooks used in North America in
primarily university-level curricula. The analysis of these textbooks will address several questions.
First, what is the average number of word meetings in beginning-level German language
textbooks? Secondly, what is the general pattern of vocabulary recycling in German textbooks?
Thirdly, is there a correlation between word frequency and the amount of times a word is recycled?
That is, are more frequent words recycled more than infrequent words? Lastly, are students
exposed to all word meetings provided by the textbook? That is, to what extent are teachers
utilizing all of the textbook material and how does that impact the number of word meetings a
student is encountering?
Thus, the primary goal of the study was to investigate the general pattern and frequency of
vocabulary recycling in beginning-level German language textbooks. To test this, three popular
German textbooks were selected for analysis. It was hypothesized that the average number of word
meetings would be less than that of the recommended sixteen meetings, but the vocabulary words
would be recycled in a way that counteracts Ebbinghaus’s Forgetting Curve. In other words, it was
hypothesized that there would be many meetings immediately after introduction, followed by
sparse, random meetings as the textbook progressed with subsequent chapters. It was also
hypothesized that there would be a negative correlation between frequency rank and the number
of times a word is recycled. The term rank here is important; this indicates that more frequent
words will be recycled more frequently than less frequent words, i.e. frequency rank 17 will be
recycled more than frequency rank 2411. Finally, it was hypothesized that students would not be
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exposed to all word meetings provided by the textbooks because teachers do not utilize all of the
textbook nor all of the textbook materials.
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CHAPTER 3. METHODS

3.1 Methodology
To help answer the research questions and to further explore vocabulary recycling in
beginning-level German language textbooks, two different methods were used. First, a
concordance analysis of three beginning-level German textbooks was performed to determine the
rate and pattern of recycling among selected target vocabulary items. Second, current instructors
of German were surveyed to in order to gain information about practices regarding textbook
coverage and usage. With both the concordance analysis data and the instructor survey data, a
comprehensive representation of vocabulary recycling will emerge.
3.2 Textbook Analysis
The first aspect of data collection was an analysis of beginning-level German textbooks to
determine the rate of recycling. The data from this analysis will provide quantitative data for the
number of word meetings, the pattern of recycling, and any correlation that rate of recycling may
have with target item frequency. The selection of both textbooks and vocabulary target items will
be discussed. The process of analyzing the selected textbooks in light of the selected target items
will also be outlined.
3.2.1 Textbook Selection
The most recent editions of three beginning-level German textbooks were selected for
analysis. These particular textbooks were chosen because they are all communication-oriented and
intended for two semesters of use. The three textbooks were also created for a similar purpose:
university-level curricula in North America for a target audience of predominately L1 English
speakers. All chapters of each book were used in the analysis.
Textbook A is described in the instructors’ notes as a one-year program for beginning
German students. The authors explain that it “combines a focus on spoken and written texts with
interactive in-class activities that foster accuracy in the language and give students ample
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opportunities to practice realistic German in authentic contexts.” The authors note that language
instruction should focus on comprehension, should be in the target language, should be in a lowanxiety/highly-motivating environment, among other things.
Textbook B is also a one-year program for beginning German students. It is described by
the authors as “unabashedly authentic” and serves the main goal of preparing students to “be able
to communicate in German and make them understood to other German speakers…with the
appropriate degree of accuracy.” The authors explicitly state that the book is focused on the
American Council on the Teaching of Foreign Languages (ACTFL)’s Five C’s: Communication,
Connections, Culture, Comparisons, and Communities, and is situated in the communicative
competence framework (The National Standards Collaborative Board, 2015).
Finally, Textbook C is a one-year program for beginning German students. The authors’
main goal is to “help [students] reach a basic level of communicative competence in German…to
use German to understand and produce meaningful utterances and texts, communicate [their]
thoughts and ideas, and interact with other speakers of German.” The authors do not discuss the
framework of the textbook beyond that it is communication-oriented.
3.2.2 Vocabulary Selection
A sample of each textbook’s target vocabulary was analyzed. To determine the sample for
each textbook, a list of words was extracted from the end-of-chapter lists and ordered by frequency.
The vocabulary words found in the end-of-chapter lists are considered to be “active” and “testable”
vocabulary (i.e. intended by the authors and publishers as words that students should know after
completing that particular chapter). These active words were defined as “target items” in this study.
The frequency data was taken from A Frequency Dictionary of German: A Core Vocabulary for
Learners (Jones & Tschirner, 2015), a more recent edition of the frequency list used by Lipinski
(2010) in her evaluation of textbook vocabulary frequency. A stratified sample of words with
frequency rank higher than 2,000 was then extracted from this master list. The frequency rank of
2,000 was chosen here because it is the standard “high-frequency” cutoff (Nation, 2001). Ten items
from frequency ranks 1-99, 100-199, 200-299, etc. were selected. In addition, two hundred words
with a frequency rank lower than 2,000 were selected for a total of four hundred words per
textbook. This stratified sample included a mix of all parts of speech. The textbooks were only
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analyzed in light of their own vocabulary lists. This eliminates the potential confound of having
three textbooks that may include different thematic vocabulary sets and thus simply not presenting
some words on the list. For example, if Textbook A presents the target item Arbeitserfahrung
(noun, work experience) in a chapter centered on occupations and the job market, but Textbook B
does not, the number of concordance hits would be zero for Textbook B. This would result in a
Type II statistical error, or false negative.
3.2.3 Textbook Analysis Procedure
To analyze the books, an OCR-compatible PDF version of each textbook was converted to
a .txt file using the software AntFileConverter (Anthony, 2015). The .txt file was then cleaned to
remove any miscellaneous filler text, such as the accession date and copyright information, and
then by formatting any quirks. For example, some bolded headings were transcribed in the .txt
files as having spaces between each letter, e.g. “Absprungtext” appeared as “A B S P R U N G T
E X T” and some umlauted letters appeared with nonsense characters in place of the umlaut.
Following cleaning, the .txt file was then analyzed using the software AntConc (Anthony, 2014).
To determine the rate of recycling, the words from the stratified list were entered as search queries
in AntConc and run through the .txt file of the textbook. Queries included all possible lemmas for
each item (declined adjectives, pluralized nouns, conjugated verbs, etc.). For example, the word
ruhig (adjective, calm) below has declensions based on grammatical gender, case, and number.
All of the potential lemmas were entered as search queries under the main query of ruhig (see
Figure 5). After entering all possible declensions, the output appeared as a list of concordance lines
containing one of the lemmas. The number of concordance hits appears at the top of the output
screen, followed by the list of concordance hits in the context in which they appear in the textbook
(see Figure 6). The number of concordance hits is of particular importance as this is how the
number of word meetings per target item is determined. A word “meeting” for this study is
operationally defined as an encounter with the word either in the textbook print or in an activity
where the student is guaranteed to use it, such as a Cloze activity or writing prompt. The
concordance hits in context were also evaluated to ensure that each hit was a true meeting of the
word as defined, rather than as a false friend, an appearance in a word list, or an appearance in the
table of contents.
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Figure 5. Example Search Query in AntConc.

Figure 6. Example Concordance Output in AntConc.
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In addition to the number and list of concordance hits, under the File View tab in AntConc,
a concordance plot is given for each query. The concordance plot is helpful in addressing
Hypothesis 2, which posits that target items will largely follow a pattern that counteracts the
Ebbinghaus Forgetting Curve, (i.e. many meetings immediately after presentation followed by
sparse meetings in later chapters). The plot displays the entire file, with the first page of the
textbook on the left-hand side and the last page of the textbook on the right-hand side. Each black
line represents a concordance hit in the file, with thicker black lines indicating a section of the
textbook that had many hits in a relatively small window (Figure 7).

Figure 7. Example Concordance Plot for Zimmer from Textbook A (noun, room)
The concordance plots provide evidence for the pattern of recycling across the textbook.
The plot pictured above for the item Zimmer (noun, room) has a cluster of relatively thick black
lines about halfway through the plot indicating that there are many meetings in a small portion of
the textbook. When looking back at the textbook, the thick black lines correlate to the beginning
of a chapter which introduces vocabulary of furniture and rooms in a house. Thus, the word Zimmer
is being presented and recycled at the point indicated by the thick black lines. The thinner and
more spaced-out lines afterwards indicate later meetings the textbook. This plot indicates a pattern
that counteracts the Ebbinghaus Curve, that is, many meetings immediately following presentation
followed by spaced-out meetings as time goes on. By contrast, the concordance plot below (Figure
8) for the item Frühling (noun, spring) indicated that the presentation was random; there was no
thick black line at presentation followed by sparse meetings in later chapters.

Figure 8. Example Concordance Plot for Frühling (noun, spring) from Textbook A
The pattern illustrated by the concordance plots for each target item was recorded as either
random presentation (coded as “0”) or following the pattern displayed in Figure 7 (coded as “1”).
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The pattern was evaluated in terms of what was happening after the formal presentation of the
target item in the textbook (when the student is explicitly learning that word), but the number of
concordance hits were recorded regardless of if they fell before or after the formal presentation of
the target item.
3.3 German Instructor Survey
The second aspect of data collection was a survey of current educator practices regarding
textbook use and vocabulary instruction. The survey is of particular interest because the results
will help illustrate the actual use of textbooks, instead of assuming that a course will cover the
entire textbook in terms of chapter coverage and activity use, or falsely assuming based on
intuition or personal practice that courses and German instructors only cover half of the
textbook. The results of the survey were used in conjunction with the results of the concordance
analysis to discern an accurate representation of the amount of vocabulary input students are
receiving from the textbooks and teacher-designed materials used in university-level curricula.
The survey did ask participants to take into account classroom input or any input students seek
out on their own outside of the classroom.
3.3.1 Survey Participants
Participants were twenty German instructors, all of whom teach at the university level.
Twenty-two instructors originally responded to the survey, but the associated responses were
discarded because the respondents did not use one of the three textbooks analyzed in this study.
This was done to eliminate any potential confound that may have occurred from this discrepancy.
Participants were recruited via university-based German program email lists, through which an
anonymous survey link was distributed. Participants were not compensated for their participation
in the survey. The participants included six males and fourteen females with an average age across
all participants of 35.3 years old at the time of the survey. Eighty percent of participants had formal
education in foreign language instruction (beyond that of teaching assistant orientations). The level
of formal education ranged from one foreign language pedagogy course to a doctorate degree in
second language acquisition and pedagogy. See Table 2 for a summary of participant
demographics.
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Table 2. Survey Participant Characteristics
Total Participants
n = 20
Gender
Age

male = 6
female = 14
20 – 29 = 11
30 – 39 = 2
40 – 49 =4
50 – 59 = 1
60 – 69 = 2
M = 35.3 years

Level Taught

I=4
II = 9
III = 3
IV = 1
V=2
Special Topics = 1

Formal Education

yes = 16
no = 4
Pedagogy Course = 6
Research Area = 2
Certification = 7
Degree = 2

3.3.2 Survey Procedure
The survey was administered via Purdue’s Qualtrics system and was self-reporting in
nature. Self-report surveys among instructors have been found to be valid and a reliable way to
collect data on instructional and methodological practices (Koziol & Burns, 1986). Participants
received a link to the anonymous survey in an email from the researcher or from a forwarding
party. Prior to completing the survey, the participants first read an informed consent statement
before proceeding to the survey content. Participants then answered fifteen questions inquiring
about demographics, current textbook of use, and their overall textbook usage. The textbook usage
was further broken down into their textbook coverage (e.g. how many chapters of their current
textbook they use) and textbook usage (e.g. how many of the textbook activities they use). Finally,
participants answered questions regarding their use of teacher-designed materials. After
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completing the survey, participants read a debriefing script. Please see Appendix B for the
complete survey and debriefing script.
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CHAPTER 4. RESULTS

This chapter discusses the results of both the concordance analysis of three beginning-level
German language textbooks and of the instructor survey. The concordance analysis offered
evidence for the rate of recycling (i.e. how often target items appeared in each textbook), the
pattern of recycling (i.e. how the target items were distributed throughout the textbook), and
whether or not a relationship between rate of recycling and frequency exists. It was found that
most words did not have sixteen or more meetings, as recommended by Nation (2001), despite the
average being above sixteen for all three books. The results also indicate that a majority of target
items did not follow a pattern that would counteract the Ebbinghaus Curve (i.e. many meetings
immediately after presentation followed by sparse meetings throughout the textbook; only about
one-third of target items followed such a pattern. There also was no evidence of strong, significant
correlations between word frequency and rate of recycling. More detailed explanations of the
textbook concordance analysis are presented in the following sections.
Finally, the results of the instructor survey offer evidence for how of the textbook is utilized
in current German classrooms. On average, survey respondents indicated that they utilized
approximately two-thirds of all chapters in a textbook and all respondents indicated that they did
not use all of the textbook chapter materials. More detailed explanations of the survey results are
presented following the results of the textbook concordance analysis.
4.1 Textbook Analysis Results
The three textbooks selected for analysis were first descriptively analyzed in terms of how
many chapters and how many vocabulary target items were provided in the textbook. The three
textbooks were more or less similar in the amount of vocabulary presented to students (1778, 1257,
1150 target items in textbooks A, B, and C respectively) and in the percentage of high-frequency
vocabulary (45.8%, 47.2%, and 60.4% in textbooks A, B, and C respectively). The percentage of
high-frequency vocabulary in particular is similar to the results of Lipinski’s study of vocabulary
frequency in beginning-level foreign language textbooks (2010). The three textbooks studied by
Lipinski had 53.9%, 39.24%, and 53.86% high-frequency vocabulary, which mirrors the general
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pattern of about half found in the current study. Table 3 illustrates the characteristics of the selected
textbooks, including the number of chapters and number of target items found in each book. Figure
9 breaks down the frequency of the target vocabulary items further into the same groupings as
Lipinski (2010), where “G1” indicates frequency ranks from 1-1,000, “G2” indicates frequency
ranks from 1,001-2,000, “G3” indicates frequency ranks from 2,001-3,000, “G4” indicates
frequency ranks from 3,001-4,000, and “>4,000” indicates frequency ranks of greater than 4,000.
Table 3. Characteristics of selected textbooks.
Textbook A

Textbook B

Textbook C

Number of Chapters

12

14

15

Total number of target items

1778

1257

1150

Average number of target items per
chapter

148.17

89.79

77.33

Percentage of high frequency target
items (>2,000)

45.8%

47.2%

60.4%

Figure 9. Distribution of frequency across textbook.
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4.1.1 Textbook A
The average number of word meetings in Textbook A was approximately 28 meetings per
target item (M = 27.94). 29% of the target items followed a pattern counteracting the Ebbinghaus
Curve. There was no significant correlation between frequency and number of word meetings (r =
-0.1984). 76.9% of target items had less than sixteen meetings, 66% of target items had less than
ten meetings, 46.6% of target items had less than five meetings, and 7.7% of target items had zero
meetings other than the initial presentation (Figure 12). In addition to overall word meetings, the
number of meetings for each part of speech was analyzed. Target adjectives had an average of
approximately 13 meetings per adjective (M = 13.14). 26.2% of the words followed a pattern
counteracting the Ebbinghaus Curve. There was a moderate, negative correlation between
adjective frequency and number of word meetings (r = -0.468, p < .01, Figure 10). 77% of adjective
target items had less than sixteen meetings, 63.4% had less than ten meetings, 52.4% had less than
five meetings, and 6.5% had zero meetings other than initial presentation (Figure 12).
Target adverbs had an average of approximately twenty-two meetings (M = 22.33) and
41.6% of words followed a pattern counteracting the Ebbinghaus Curve. There was a moderate,
negative correlation between adverb frequency rank and number of word meetings (r = -0.574, p
< .01, Figure 11). 58.3% of target adverbs had less than sixteen word meetings, 41.6% had less
than ten meetings, 33% had less than five meetings, and 16% had zero meetings other than initial
presentation (Figure 12).
Target nouns had an average of approximately twelve meetings per item (M = 12.1) and
29.7% of target nouns followed a pattern counteracting the Ebbinghaus Curve. There was no
significant correlation between noun frequency rank and number of word meetings (r = -0.268).
84% of target nouns had less than sixteen word meetings, 74.2% had less than ten meetings, 48.9%
had less than five, and 10.2% had zero meetings other than initial presentation (Figure 12).
Target verbs had an average of approximately fifty-seven meetings per item (M = 57.38)
and 32% of target verbs followed a pattern counteracting the Ebbinghaus Curve. There was no
significant correlation between verb frequency rank and number of word meetings (r = -0.235).
64.5% of verbs had less than sixteen word meetings, 51.6% had less than ten meetings, and 37.1%
had less than five meetings (Figure 12).
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Figure 10. Correlation of adjective frequency rank and number of word meetings in A.
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Figure 11. Correlation of adverb frequency rank and number of word meetings in A.
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Figure 12. Percentage of target vocabulary items falling under sixteen meetings in A.
4.1.2 Textbook B
The average number of word meetings in Textbook B was approximately 21 meetings per
target item (M = 21.1) and 31.5% of target items were presented in a way that counteracts the
Ebbinghaus Curve. Overall, there was a weak correlation between frequency rank and number of
word meetings (r = -0.359, p < .01, Figure 13). 70% of target items had less than sixteen word
meetings, 59% had less than ten, 37% had less than five, and 8.5% had zero meetings other than
initial presentation (Figure 18).
In analyzing individual parts-of-speech, target adjectives were found to have
approximately 11 word meetings on average (M = 11.7) and 29.5% of target adjectives followed
a pattern counteracting the Ebbinghaus Curve. There was a moderate, negative correlation between
adjective frequency rank and number of word meetings (r = -0.419, p < .01, Figure 14). 72% of
target adjectives had less than sixteen word meetings, 63.6% had less than ten, 36.3% had less than
five, and 6.8% had zero meetings other than initial presentation (Figure 18).
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Target adverbs had on average, approximately 44 word meetings (M = 44.14). 33.3% of
target adverbs followed a pattern counteracting the Ebbinghaus Curve. There was a moderate,
negative correlation between adverb frequency rank and number of word meetings (r = -0.545, p
< .05, Figure 15). 61.9% of target adverbs had less than sixteen word meetings, 42.9% had less
than ten, 23.8% had less than five, and 4.7% had zero meetings other than presentation (Figure
18).
Target nouns had approximately thirteen word meetings per noun (M = 13.47) and 32.3%
of target nouns were presented in a way that counteracts the Ebbinghaus Curve. There was a weak,
negative correlation between noun frequency rank and number of word meetings (r = -0.344, p <
.01, Figure 16). 75.8% of target nouns had less than sixteen word meetings, 64.2% had less than
ten, 42% had less than five, and 9.7% had zero meetings other than presentation (Figure 18).
Target verbs in Textbook B had, on average, approximately twenty-one word meetings per
verb (M = 21.28) and 27.8% of verbs followed a pattern counteracting the Ebbinghaus Curve.
There was a moderate, negative correlation between verb frequency rank and number of word
meetings (r = -0.402, p < .01, Figure 17). 67.3% of target verbs had less than sixteen word
meetings, 55.8% had less than ten, 34.6% had less than five, and 9.6% had zero meetings other
than initial presentation (Figure 18).
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Figure 13. Correlation of vocabulary frequency rank and number of word meetings in B.
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Figure 14. Correlation of adjective frequency rank and number of word meetings in B.
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Figure 15. Correlation of adverb frequency rank and number of word meetings in B.
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Figure 16. Correlation of noun frequency rank and number of word meetings in B.
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Figure 17. Correlation of verb frequency rank and number of word meetings in B.
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Figure 18. Percentage of target vocabulary items falling under sixteen meetings in B.
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4.1.3 Textbook C
Overall, the average number of word meetings in Textbook C was approximately 14
meetings per target vocabulary item (M = 13.7) and 30.5% followed a pattern counteracting the
Ebbinghaus Curve. Overall there was no significant correlation between frequency rank and
number of word meetings (r = -0.18847). 82% of target items overall had less than sixteen meetings
per item, 74.2% had less than ten, 50.5% had less than five, and 12.5% had zero meetings other
than initial presentation (Figure 20).
In breaking the results down by parts-of-speech, target adjectives had approximately 8
word meetings on average (M = 8.38) and 8.20% of words were presented in a way that counteracts
the Ebbinghaus Curve. There was no significant correlation between adjective frequency rank and
number of word meetings (r = -0.244). 95% of target adjectives had less than sixteen-word
meetings, 84% had less than ten, 69.3% had less than five, and 17.3% had zero meetings other
than initial presentation (Figure 20).
Target adverbs had an average of approximately 14-word meetings per item (M = 14.22)
and 27.2% of target adverbs were presented in a way to counteract the Ebbinghaus Curve. There
was no significant correlation between adverb frequency rank and number of word meetings (r =
-0.302). 72.7% of target adverbs had less than sixteen meetings, 68.2% had less than ten, 40.9%
had less than five, and 13.6% had zero meetings other than initial presentation (Figure 20).
Target nouns had an average of approximately 9 word meetings per item (M = 9.38) and
38.5% of items followed a pattern to counteract the Ebbinghaus Curve. There was no significant
correlation between noun frequency rank and number of word meetings (r = -0.181). 81.9% of
target nouns had less than sixteen meetings, 73.7% had less than ten, 48.8% had less than five, and
9.8% had zero meetings other that initial presentation (Figure 20).
Target verbs had an average of approximately 18 meetings per item (M = 17.8) and 33.3%
of target items were presented in a way that counteracts the Ebbinghaus Curve. There was a weak
correlation between verb frequency and number of word meetings (r = -0.325, p < .01, Figure 19).
80.4% of target verbs had less than sixteen word meetings, 72.4% had less than ten, 43.7% had
less than five, and 16.1% had zero meetings other than initial presentation (Figure 20).
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4.2 German Instructor Survey Results
The survey of German instructors provided valuable insight into the actual coverage and
use of textbooks in classrooms. Participants responded to a twenty-question survey, which
collected demographic information and inquired about their current textbook usage and coverage,
namely in the number of chapters covered over the course of two semesters (as intended by the
publishers and authors of each textbook analyzed) and the extent to which they utilized all
activities in a given textbook chapter. Participants were first asked how many chapters were in the
textbook of use, and how many chapters they covered. The average coverage of textbook chapters
was about sixty percent (M = 63%, SD = 0.224%) of the textbook over two semesters (as intended
by the authors and publishers). When asked to consider a single textbook chapter, respondents
most frequently indicated that they “never” utilized all activities in a given chapter (nine out of
twenty participants, 45%). Four out of twenty (20%) respondents indicated that they utilized all
activities “sometimes,” while three out of twenty (15%) respondents indicated that they utilized
all activities “about half of the time.” Four out of twenty (20%) of respondents indicated that they
utilized all activities “most of the time.”
Participants were then asked to consider the breakdown of their classroom time. The
average percentage of class time spent on receptive activities was relatively low (M = 22.35%, SD
= 9.59%) compared to productive activities (M = 49.95%, SD = 20.92%). The responses regarding
time spent on productive activities varied greatly, with a minimum response of 15% of class time
and a maximum response of 90% of class time. In addition, the range of responses regarding
teacher-designed materials was large. One respondent indicated that she used teacher-designed
materials only 9% of the time, whereas another respondent indicated that she used teacherdesigned materials 98% of the time. Respondents most frequently indicated a percentage between
50% and 75% (eight out of twenty respondents) and 25% and 50% (six out of twenty respondents).
Finally, when asked to consider their teacher-designed materials, most respondents
(nineteen out of twenty, 95%) indicated that they used that particular chapter’s target items “most
of the time,” with one respondent indicating that she only used that particular chapter’s target
items. When asked how often they consciously used target vocabulary items from previous
chapters in teacher-designed materials, eight out of twenty (40%) respondents indicated that they
used previous target items “often.” Eleven out of twenty (55%) respondents indicated that they
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only “sometimes” recycled previous target items. One respondent indicated that she “rarely” used
previous target vocabulary items.
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CHAPTER 5. DISCUSSION OF RESULTS

This chapter discusses the results presented in the previous chapter in light of the
hypotheses presented in Chapter 2. The results of the concordance analysis will be discussed first,
followed by the results of the instructor survey.
5.1 Textbook Analysis Discussion
The vocabulary in three beginning-level German language textbooks was analyzed to
address the gap in literature regarding German language textbooks and to better understand
vocabulary recycling. The results of a concordance analysis of 1,200 target vocabulary items (four
hundred per textbook) offer interesting insight into vocabulary recycling and help clarify the
research questions presented at the beginning of this analysis. The main research questions
regarding the textbook vocabulary inquired about the average rate and pattern of recycling of target
vocabulary items.
5.1.1 Hypothesis 1
It was hypothesized that the average number of word meetings would be less than that of
the recommended sixteen meetings. The results of the textbook analysis reject this hypothesis at
first glance. All three textbooks have mean word meetings that are above sixteen or close to sixteen
(27.94, 21.1, and 13.7 in textbooks A, B, and C respectively). However, this is misleading. All
three vocabulary lists included highly frequent words (like grammatical function words and the
auxiliary verbs haben and sein). These outliers artificially inflate the mean number of word
meetings. A better, more accurate picture is painted by the percentages falling under sixteen
meetings. All three textbooks had a significant amount of vocabulary that had less than sixteen
meetings (76.9%, 70%, and 82% in textbooks A, B, and C respectively). This suggests that
vocabulary recycling is not systematic and not sufficient. Therefore, the results of the textbook
confirm the hypothesis that, overall, most words are recycled at a rate of less than the
recommended sixteen meetings, despite the average being around the recommended sixteen.
Content words such as nouns, adjectives, and verbs were also analyzed individually.
Pronouns, prepositions, and other words that carry grammatical function are by nature more
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frequent (compare the conjunction mit “with” at frequency rank 13 with the noun Apfel “apple” at
frequency rank 3,837). However, since content words drive the semantic content of
communication, it was important to analyze these words as a separate group from non-content,
grammatical words. The average number of word meetings for adjectives was 13.14, 11.7, and
8.38 in textbooks A, B, and C, respectively, which is below the recommended sixteen meetings.
Even further, 52.4%, 36.3%, and 69.3% of adjectives in textbooks A, B, and C had less than five
meetings, which is well below the recommended sixteen. The pattern is similar across adverbs,
nouns, and verbs, with the average word meetings hovering around the recommended sixteen with
a significant percentage with less than five meetings per target item.
Most interestingly, several words in all three textbooks were only presented but then did
not have any word meetings after presentation. This means that the words were not appearing in
chapter activities, so students were not given an opportunity to practice the target vocabulary.
7.7%, 8.5%, and 12.5% of analyzed words in textbooks A, B, and C, respectively, had zero
additional meetings (see Table 4). As mentioned previously, the chance of a learner knowing the
meaning of a word after encountering it only once is about 15% (Swanborn & de Glopper, 1999).
Since every vocabulary item analyzed in this study was considered by the textbooks to be active,
testable vocabulary, the authors intend for these words to be acquired by students. However, if the
students are not given an opportunity to practice these words and only see them once, the student
(unless highly, highly motivated) will have trouble recognizing, much less producing these words.
This only intensifies the need for instructors to identify the words with a low number of word
meetings and include them in classroom activities as necessary.
Table 4. Distribution of word meetings across textbook.
Overall
< 16
< 10

<5

1 meeting

Textbook A

M = 27.94

76.9%

66%

46.6%

7.7%

Textbook B

M = 21.1

70%

59%

37%

8.5%

Textbook C

M = 13.7

82%

74.2%

50.5%

12.5%
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5.1.2 Hypothesis 2
It was also hypothesized that the words would be recycled in such a way that counteracts
Ebbinghaus’s Forgetting Curve (many meetings immediately after presentation followed by sparse
meetings throughout the remainder of the textbook). The results of the textbook analysis reject this
hypothesis. Most analyzed words were not presented in a way that counteracts the Ebbinghaus
Curve (Table 5). Instead, most of the analyzed vocabulary was scattered randomly throughout the
textbook both before and after presentation with no discernable pattern. This is not to say that this
is harmful or bad; it would simply be more effective in terms of memory and retention if words
were consciously presented in a more thoughtful pattern. After presentation, activities should focus
on the brand-new vocabulary rather than waiting until later in the chapter to revisit and recycle
those words. This pattern of presentation would counteract the potential loss that students naturally
experience as time passes between encounters with new information. To recall, the Ebbinghaus
Curve theorizes that fifty-eight percent of information is retained after twenty minutes (in other
words, forty-two percent is lost). If, in the course of a textbook, there are intermediary activities
between presentation and the next time that word is encountered, twenty minutes could easily pass.
Even further, the Ebbinghaus Curve theorizes that only forty-four percent of information is
retained after one hour, and only thirty-three percent is retained after one day. If textbooks or
instructors present vocabulary and wait until the end of a class session or until the next day, the
vocabulary words (or at the very least, aspects of word knowledge) are vulnerable to being
forgetten. That being said, the results of this analysis reject the hypothesis seeing that a majority
of analyzed words did not follow a pattern that would counteract the Ebbinghaus Curve.
Table 5. Percentage of target items counteracting Ebbinghaus Curve across Part-of-Speech.
Overall

Adjectives

Adverbs

Nouns

Verbs

Textbook A

29%

26.2%

41.6%

29.7%

32%

Textbook B

31.5%

29.5%

33.3%

32.3%

27.8%

Textbook C

30.5%

8.20%

27.2%

38.5%

33.3%
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5.1.3 Hypothesis 3
It was also hypothesized that there would be a negative correlation between frequency rank
and the number of times a word is recycled. To reiterate, the term rank is important for the
hypothesized directionality of the correlation, as a higher rank (thus a lower number) indicates a
more frequent word. In other words, more-frequent vocabulary items would be recycled more often
than less-frequent words. The results of the textbook analysis do not outright confirm this
hypothesis, but some results provide evidence for higher-frequency items being recycled more
often than lower-frequency items. All correlations tested went in the hypothesized direction but
the correlations between frequency rank and number of word meetings were not systematic.
However, many were significant (Table 6).
Table 6. Correlations of frequency rank and number of word meetings across parts-of-speech.
** indicates
significant
Overall
Adjectives
Adverbs
Nouns
Verbs
correlation
Textbook A

-0.198

-0.468**

-0.574**

-0.268

-0.235

Textbook B

-0.359**

-0.419**

-0.545**

-0.347**

-0.402**

Textbook C

-0.188

-0.244

-0.302

-0.181

-0.324**

The overall correlations should be viewed with a bit of caution. All three textbook
vocabulary lists included highly frequent words (prepositions, auxiliary verbs, and pronouns,
among others). Naturally, these words will occur more in textbooks because they are common in
the language and are crucial to grammatical functionality. Their presence could have then
artificially skewed the overall correlations. Therefore, it was important to look at the parts-ofspeech individually, namely the content words (essentially words that did not serve only a
grammatical purpose). The purpose in these correlations was to determine if low frequency content
words were being recycled in the same manner as high frequency words. Ideally, more frequent
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content words should be recycled more frequency as learners will have a greater likelihood of
encountering a more frequent word than an infrequent word. The results of the individual
correlation suggest that this may or may not be the case. In Textbook A, adjectives and adverbs
had significant, moderate, negative correlations, suggesting that there is somewhat of a trend of
recycling the more frequent adjectives and adverbs more often. However, nouns and verbs did not
have a significant correlation, suggesting that, for the most part, frequency was not a factor in how
often these words were recycled.
Textbook B, on the contrary, had significant, fairly moderate, negative correlations both
overall and across parts-of-speech. These correlations suggest that frequency played at least some
role in how often words were recycled. As mentioned before, this is important because highfrequency words should be emphasized simply because students will encounter them more than
low-frequency words. This is especially important at the beginning level, of which this study was
concerned, as students need high frequency words quickly to begin comprehending the most input
possible, both written or spoken. The recycling of high frequency words helps solidify the
acquisition of these highly frequent words, which will serve students better in all types of
communication.
Finally, Textbook C had only one significant correlation: verbs. Even thought it was a
significant correlation, the correlation was rather weak. This could be based on the random group
of verbs selected, but most likely there was simply a weak relationship between frequency and the
number of word meetings in the textbook. In looking back at the textbook, there is a large focus
on each chapter’s theme. Some of the themes are rather esoteric (such one focused heavily on
environmental policy), so the vocabulary presented in those chapters is esoteric (read: low
frequency) as well. This thematic orientation could contribute to the demonstrated lack of
correlation between textbook frequency and rate of vocabulary recycling. The correlations found
do not confirm the hypothesis, but they do offer evidence for a pattern. It appears that frequency
plays a role in vocabulary recycling in some textbooks but not others, so this could be largely
dependent on the individual textbooks. Some textbooks may use this This hypothesis could very
well never be proven to generalize all textbooks of a given language or level.
In sum, the results of the concordance analysis indicate that vocabulary recycling is largely
insufficient and not systematic. There also does not appear to be a driving force behind how

46
vocabulary recycling occurs, whether that is frequency or following Nation’s (2001)
recommendations of many meetings immediately following presentation followed by intermittent
meetings as time progresses. Frequency also appears to play less of a role as originally
hypothesized. The correlation between frequency and number of word meetings appears to be
dependent on individual textbooks: for some, frequency plays a larger role than others.
5.2 German Instructor Survey
In addition to the concordance analysis, the survey of German instructors helps clarify
some of the research questions and provide a deeper understanding of the input students are
receiving in beginning-level German classrooms. The results of the survey of German instructors
offer interesting evidence for the current practices regarding textbook use and coverage.
5.2.1 Hypothesis 4
The first interesting finding to discuss is that of textbook coverage. Based on the results, it
is safe to say that instructors are not utilizing the entire textbook in both book and chapter coverage.
Instructors are using, on average, only about two-thirds of the textbook (63%) across two semesters
(as intended by the authors and publishers). Even further, eighty percent of respondents indicated
that they consistently did not utilize all of the activities found in a given chapter. The remaining
twenty percent of instructors indicated that they utilized all activities “most of the time,” which is
still not covering the entire chapter one hundred percent of the time. Not one of the twenty
respondents indicated that they utilized one hundred percent of the textbook or one hundred
percent of the chapter activities.
These results are not out of the ordinary—most classrooms, foreign language or otherwise,
do not cover every single page of a textbook over the course of a semester or even two semesters
However, these results highlight something important in terms of vocabulary recycling. If
textbooks as a whole are not providing sufficient word meetings in the first place, then incomplete
textbook coverage only exacerbates the issue. Even carefully recycled items become moot when
instructors are not covering the entire textbook. If a word is recycled in the three chapters not
covered in the course, that is three chapters worth of word meetings to which a student is not being
exposed. Furthermore, target items presented towards the end of the semester may be recycled
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only a handful of times at best. Thus, it is imperative that instructors are consciously reusing target
vocabulary items in classroom activities, classroom conversation, and other resources.
The second interesting finding to discuss is that of vocabulary recycling in teacherdesigned materials. Most respondents (seventy percent) indicated that they used teacher-designed
activities with at least some degree of frequency. Again, this is not out of the ordinary—most
instructors supplement the textbook with their own activities. However, when considering
vocabulary recycling, it is important to look at these results critically. If teachers are designing
their own materials, they must carefully consider what vocabulary to include in those materials. In
the survey, when asked how often they used vocabulary from previous chapters on teacherdesigned activities, sixty percent of respondents indicated that they used previous target items only
“sometimes” or “rarely” in teacher-designed activities. This again highlights an important issue—
if instructors are eschewing textbook activities in favor of teacher-designed activities but are not
consciously and consistently recycling past vocabulary words, students may not be getting the
input needed for successful acquisition of target items.
The results of the survey offer evidence to address the final hypothesis of the study. It was
hypothesized that students would not be exposed to all word meetings provided by the textbooks
because instructors do not utilize all of the textbook nor all of the textbook activities. This
hypothesis was confirmed; the instructors who responded to the survey overwhelmingly indicated
that they did not cover the entire textbook (only 63% of the textbook on average). The instructors
surveyed also indicated overwhelmingly that they did not utilize all of the activities in a given
chapter (eighty percent utilize all materials in a given chapter only half of the time or less). Based
on these results, students are not exposed to nearly forty percent of the textbook and twenty percent
of the chapters they do cover. This presents a learning issue. However, this does not mean that
instructors should try to fit more chapters into their curriculum—for many courses this is simply
not feasible due to time constraints. Rather, this just highlights an area of improvement for
instructors and an opportunity to improve existing methodologies and materials to include a
conscious effort of vocabulary recycling.
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5.3 Summary
The results of both the textbook analysis and the instructor survey combined indicate that
vocabulary recycling in beginning-level German language textbooks is largely hit-or-miss, that is,
it is not systematic nor sufficient in most cases. There was no consistent pattern to suggest that the
authors of any of the three textbooks organized the vocabulary in a way to maximize recycling. In
addition, frequency did not appear to play an overarching role in how often words were recycled.
Even further, instructors are largely not utilizing the entire textbook in both overage and usage, so
students are not encountering all of the word meetings found in the textbooks. Although students
will inevitably encounter more word meetings from their instructor or from class activities, the
extent to which this occurs is also not systematic. However, it is important to evaluate the number
of word meetings a student is encountering in textbooks because this resource is unchanging (other
than edition changes every few years). The textbook is a finite resource that students and teachers
alike can use to supplement classroom instruction, so this resource should, ideally, be the best,
most effective tool.
Even when a word has a sufficient number of word meetings, it is not guaranteed that
students will be exposed to all of the word meetings. For example, consider the target vocabulary
item Arzt (noun, doctor). The word Arzt and its associated lemmas appeared sixteen times in
Textbook A. This particular word was initially presented in chapter eight in the twelve-chapter
book. On the surface, based on the results of the concordance analysis, it appears as though the
word is recycled sufficiently. However, if the results of the instructor survey are also taken into
consideration, the actual number of word meetings could be much lower than twenty. If an
instructor skips three activities in the chapter, both of which recycle the word Arzt, the number of
word meetings that a student is, in reality, being exposed to has dropped to thirteen. Even further,
if the course only covers the first ten chapters of the textbook, and Arzt appeared three times in the
other two chapters, the number of word meetings has dropped to seven. Based on this example, it
is important to consider the results of both methods of analysis to fully understand the input
students are actually receiving.
The combined results of the concordance analysis and the instructor survey are a little
disheartening (to use the same word used by Lipinski (2010) in her study of vocabulary frequency
in beginning-level German language textbooks). It appears as though textbooks are not providing
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sufficient input in terms of the vocabulary they claim to offer. While some words are recycled
enough, the issue is that there was a large majority of words that were not recycled sufficiently.
This only adds to both the teaching burden of instructors and the learning burden of students in
that they must seek out additional word meetings not provided by the textbook, often in the doubledigits. The goal of foreign language education is to help students become effective communicators
in that language, but when our textbooks fall short in providing students with the necessary input,
that goal is not met. Thus, it is imperative that language instructors understand this learning issue
and proactively address it in their curricula and lesson plans. Unfortunately, the results of this
study highlight another area of improvement, only adding to the list started in Chapter 2 of this
thesis. Since textbooks form the foundation of many foreign language curricula and serve as a
resource for students, it is even more essential that instructors are aware of textbook shortcoming.
In the following chapter, the pedagogical implications of these results will be discussed further,
followed by practical recommendations on how to include more opportunities for recycling in the
German language classroom. The hope is that, with the knowledge of both the results of the study
and with the following recommendations, instructors will be able to immediately address this in
their lesson plans.
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CHAPTER 6. CONCLUSIONS

The results of this study paint a picture of vocabulary recycling that is neither reliable nor
systematic; some words are recycled often and sufficiently, others are not. The first hypothesis,
which posited that words would not be recycled at a rate of sixteen or more meetings, was
confirmed. Across all three analyzed textbooks, upwards of 80% of target items did not have
sixteen or more meetings, and a significant percentage of words were recycled only a handful of
times. In particular, content words like nouns and adjectives seem to be particularly vulnerable to
a lack of sufficient recycling. A majority of words (approximately two-thirds across all three
textbooks) were also not recycled in a way that counteracted the Ebbinghaus Forgetting Curve.
This rejected the hypothesis that target items would follow this pattern despite having less than the
recommended sixteen meetings. It was also hypothesized that there would be a negative correlation
between frequency rank and number of word meetings per target item (i.e. high-frequency
vocabulary items would be recycled more than low-frequency vocabulary items). This hypothesis
was unconfirmed. There was no emergent pattern that suggested that frequency was correlated
with vocabulary recycling across the board; rather, frequency played a larger role in some
textbooks than in others. Finally, the gap between the actual and the ideal is also widened in light
of the evidence from the instructor survey in that teachers do not use the entire textbook (both in
chapter coverage and activity usage).
6.1 Pedagogical Implications
The hit-or-miss nature of vocabulary recycling doesn’t mean that the textbooks are
ineffective and should be discontinued or thrown out. Rather, it just highlights the need for teachers
to consciously recycle target vocabulary items both immediately after presentation and throughout
the semester. Vocabulary recycling is paramount in a successful foreign language curriculum. The
overall results of this study indicate that textbooks lack sufficient and systematic recycling. This
presents a Catch-22 situation. If Teacher A heavily relies on the textbook and has the mindset of
“What my students don’t get from me, they’ll get from the textbook,” then students may not be
getting the input they need from limited class time and a limited textbook. On the other hand, if
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Teacher B does not use the textbook often and only uses a handful of activities from each chapter
in favor of teacher-designed activities, the students still may not be getting the input they need. In
both scenarios, attention to vocabulary recycling and the intentional, purposeful reuse of current
and past vocabulary is crucial in ensuring that students are given the best tools for acquisition to
occur. Instructors should reflect on their current practices in vocabulary instruction and make any
necessary adjustments so that students are receiving the most input possible. It never hurts to
include a Chapter 3 word on a Chapter 10 worksheet or include previous chapters’ words as an
extension to thematic content of the next chapter. In addition, the results of this study highlight an
area of tangible improvement for textbook authors. A conscious attention to sufficient vocabulary
recycling would only serve to increase the textbook’s effectiveness as a tool in the combined effort
of providing students a comprehensive language learning experience.
The inclusion of activities and methodologies briefly mentioned in Chapter 2 would be an
effective, easy way for instructors to include more opportunities for vocabulary recycling in their
existing curricula. These activities include the inclusion of vocabulary notebooks, computerassisted language learning, and narrow reading. One activity, in particular, that is easy to
implement immediately is a vocabulary notebook. Vocabulary notebooks, in which students keep
essentially a diary of target vocabulary items for frequent review, have been found to both increase
test scores and promote a sense of learner autonomy (Schmitt & Schmitt, 1995; Vela & Rushidi,
2016). In addition to providing opportunities for word meetings, vocabulary notebooks could
provide opportunities for the development of different aspects of word knowledge that textbooks
do not include (as found in Neary-Sundquist, 2015). An example entry to meet this goal could
resemble something like Figure 21. This entry addresses all three major aspects of word knowledge
(Nation, 2001): form, meaning, and use. Even further, it addresses the individual aspects of written
form (with Word), grammatical function (with Type), form and meaning (with Translation),
collocations (with Collocations), and associations (with Synonym and Antonym). That is five out
of the nine aspects of word knowledge from this one entry, which is amazing considering NearySundquist’s (2015) observations that textbooks usually only cover two or three, mainly the use
(grammatical function) and meaning aspects.
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Word: redundant
Type: adjective
Definitions: not necessary because something else does the same thing
Translation: überflüssig
Example sentence: “When editing, remove redundant information from your
text.”

Synonym: unnecessary
Collocations: become redundant, redundant word
Antonym: necessary
Figure 21. Example vocabulary notebook entry (adapted from Vela & Rushidi, 2016).
6.2 Limitations of the Study
One limitation of the study is that the results should only be interpreted as being reflective
of the level and language selected, rather than of all language textbooks. Even further, the results
of the study should only be interpreted as being reflective of the three textbooks selected for
analysis. Due to time constraints and technological difficulties, it was only feasible to analyze three
textbooks. The results of the current analysis did, however, establish a pattern from which
conclusions can be drawn, but more textbooks would need to be analyzed to generalize the pattern
to all beginning-level German language textbooks on the market. Each textbook is different, and
results can be drastically different based on intended purpose and intended audience. For example,
a textbook produced for a German immersion curriculum for an audience of linguistically- and
culturally-diverse students is inherently different from the textbooks analyzed for this study, which
are aimed predominately at L1 English speakers in a classroom setting. Similarly, the results of
the instructor survey should be interpreted as being reflective of the instructors surveyed, not of
all German or foreign language instructors.
Another limitation of the study is that the results of this study do not take into account the
input a student is receiving in the classroom, from teacher-designed activities, or from outside
resources like movies, music, or self-study that students seek out on their own. This study is aimed
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solely at evaluating the vocabulary presentation in German-language textbooks and therefore does
not take into account outside resources. Therefore, the results of the current analysis should not be
considered as the only vocabulary input students are receiving in a German language classroom.
On the contrary, students will certainly encounter additional word meetings, but the extent to
which that occurs is unknown at this time.
6.3 Future Research
Based on the results of this study, further research into vocabulary recycling in foreign
language textbooks is warranted. It would be interesting to use the same methodology
(concordance analysis and teacher survey) to investigate higher-level textbooks and ancillary
materials like workbooks, online activities, media libraries, etc. to see how vocabulary recycling
may be improved. Another interesting possible direction would be to take a case study approach
to vocabulary recycling and look at one classroom and its materials (textbook, classroom
interactions, worksheets, online homework, etc.) to see how many word meetings students are
getting over the course of a semester.
In addition to German textbooks, the results of this study warrant further investigation on
textbooks of other languages, including commonly-taught languages like French, and lesscommonly-taught languages like Japanese or Arabic. The results of those studies, combined with
both the current study and the studies on Spanish and EFL (Jiménez, 2009; Jiménez, 2014) would
provide a comprehensive picture of vocabulary recycling across languages. A cross-linguistic
examination of vocabulary recycling would offer evidence as to whether or not this is isolated to
a few languages, or if this is an overarching phenomenon in foreign language pedagogy. If it is an
overarching phenomenon in language pedagogy, this is something that systematically needs to be
addressed by both instructors and language material developers.
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APPENDIX A. TEXTBOOKS

List of Textbooks
Textbook A: Vorsprung.
Lovik, T. J., Guy, D., & Chavez, M. (2014). Vorsprung: A communicative introduction to German
language and culture (3rd ed.). Boston, MA: Cengage.
Textbook B: Deutsch: Na Klar!
Di Donato, R. & Clyde, M. (2015). Deutsch: Na Klar! An introductory German course (7th ed.).
New York: McGraw Hill.
Textbook C: Neue Horizonte.
Dollenmayer, D. B. & Hansen, T. S. (2014). Neue Horizonte (8th ed.). Boston, MA: Cengage.
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APPENDIX B. INSTRUCTOR SURVEY

Survey Questions and Debriefing Script
Q1. What is your gender?
Male
Female
Prefer not to answer
Q2. What is your age?
Q3. What language do you teach?
Q4. Which level do you currently teach, or which level did you most recently teach?
Level I (101)
Level II (102)
Level III (201)
Level IV (202)
Level V (301)
Special Topic (literature, language for specialized purposes)
Q5. Have you received formal training in language education (not including TA orientations)?
Yes
No
Q6. If yes, please explain.
Q7. Do you currently use one of these three textbooks? Vorsprung, Deutsch: Na Klar, Sag Mal
Yes
No
Q8. How many chapters are in the textbook from which you teach?
Q9. How many chapters of the textbook do you cover?
Q10. When considering a typical chapter lesson plan, do you teach all activities in the textbook
chapter (excluding online textbook activities)?
Always
Most of the time
About half the time
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Sometimes
Never
Q11. How often do you use receptive activities in the classroom (i.e. yes/no, matching, etc.)?
Percentage of class time: 0 – 10 – 20 – 30 – 40 – 50 – 60 – 70 – 80 – 90 – 100
Q12. How often do you use productive activities in the classroom (i.e. fill-in-the-blank, short
answer, etc.)?
Percentage of class time: 0 – 10 – 20 – 30 – 40 – 50 – 60 – 70 – 80 – 90 – 100
Q13. How often do you create your own materials or use outside materials? This includes anything
not from the textbook, such as activities from outside sources, the internet, teacher-designed
activities, review games, review packets, etc.
Percentage of class time: 0 – 10 – 20 – 30 – 40 – 50 – 60 – 70 – 80 – 90 – 100
Q14. If you do create your own materials, how often do you use vocabulary words from the current
chapter?
Current vocabulary is the only vocabulary I use in that chapter.
Most of the time
About half of the time
Infrequently
I do not make a special effort to include vocabulary from the current chapter
I do not create my own materials.
Q15. If you create your own materials, how often do you intentionally use vocabulary words from
previous chapters?
Always
Often
Sometimes
Rarely
Never
I do not create my own materials.
Debriefing Script
This concludes the survey. Thank you very much for your participation! The data collected from
this survey will be used in a project investigating how often vocabulary words are reused in
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textbooks and classroom activities. If you have any questions regarding the nature of the project
or would like to learn more about it, please do not hesitate to contact researcher Kailey Preston at
kpresto@purdue.edu.
Thank you again for your participation!

